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Abstract 
The evaluation has a very important impact on the entire process of academic training. The learning style, the metacognitive 
strategies, the depth, will depend on the ways in which the students will be assessed, but the process can also be reversed. This 
paper intends to identify the optimal ways and methods of assessment for students from the Faculty of Science of Education. In 
this study, we try to survey students’ accuracy of self-assessment and to correlate these results with the motivation for learning 
and different levels of metacognition. The study was undertaken in 2010 on an experimental sample (92 students) from the first 
and second years of study within Educational Sciences at Suceava University. The research instruments were the Achievement 
Motivation Inventory (Schuler, Thornton and Frintrup) and the Metacognitive Questionnaire. From the resulting data we can see 
that there are significant positive correlations between certain motivational dimensions, the students’ cognitive abilities and the 
self-assessment accuracy level. The results proved that the self-assessment accuracy has a strong connection with the level of 
academic performance, but with many motivation and metacognition indexes.For the assessment to be authentic, it is better for 
the students to get used to different situations (in pedagogical training, or practical activities), to reflect upon their own abilities 
and on their own answers, and to be stimulated to grade themselves for the activities in which they are involved. Our results are 
interesting for teachers, students and for policy makers from universities who want to develop student competencies.  
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1. Introduction 
 Within academic training assessment plays an important role, has decisional power and is a training and 
development element for the students. In terms of the assessment stages, the students reconfigure their whole 
learning process, ‘the students experience assessment causes, the way in which they will approach the next learning’ 
(Entwistle & Entwistle, 1991; Marton & Saljo, 1997; Ramsden, 1991; Struyven, Dochy & Janssesns, 2005). In this 
respect, Biggs (1999) asserts: ‘what and how the students learn depends in the first place on how they think they’ll 
be assessed’ and Norton (2007) says that ‘students are more strategic and grades-oriented than they are’ or that 
‘assessment drives the learning’ (Norton, 2007). The learning style, its depth, will depend on the ways in which the 
students will be assessed, but the process can also be reversed. The methods they learn from and the depth of the 
process have, as a result, proved the performance by assessment. It was discovered that, if the assessment 
procedures are ‘inappropriate’, there is a tendency towards a superficial learning (Struyven, Dochy & Janssesns, 
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2005). If the learning and assessment styles have some interrelationship the assessment then becomes a process that 
depends on the context in which it is undertaken. The students adjust their information processing style with respect 
to the assessment of specific learning situations. In most learning, assessment supposes disabling the context and 
drawing up some interdisciplinary competences. That is why, Boud asserts that ‘the purpose of assessment should be 
extended to include the preparation of the students for sustainable assessment’ (2000). Sustainable assessment 
should project the long term goals of assessment and be used for learning (Black & William, 1998; Falchikov & 
Goldfinch, 2000; Brown, 2004; Noonan & Duncan, 2005, Cooper & Cowie, 2010), but it should also, use the 
assessment procedures which would develop responsibility for the students own training and the assessment’s 
integration as a way of life. A sustainable and authentic assessment is one that appeals to the assessment types: peer-
evaluation and self-assessment. These would help the students see the assessment process as a needed aid in learning 
and training.  
 Self-assessment has a significant role in academic training because it is the mirror image of that which the 
students acquired and especially with regard to that which they are able to improve in their own training process. 
The assessment makes them take responsibility for their own training and assessment results. Self-assessment is 
considered to be ‘an educative objective for the academic teacher and a learning process regulator for the students’ 
(Castillo Arredondo & Cabrerizo Diago, 2006). Kitsantis, Reisner & Doster (2004) assert that self-assessment (self-
judgement) causes and is related to the acquisition level and that is an important predictive factor in the learning 
motivational process. The authors suggest that the students’ superior performances are the result of focusing on the 
process objective and produce a very high level of their own learning efficacy. Self-assessment depends on 
metacognition strategies which help students to monitor their progress while learning and to evaluate their 
understanding (Paris & Paris, 2001). In the same way, McDonald & Boud (2003) describe self-assessment as being 
an ability which could be developed in students and can have a positive effect on their performances. This 
acquisition of the ability is seen as the building, validation, applying, and assessment process of the criteria applied 
to the students’ learning results. The students can choose the way for them to be empowered, with respect to the 
presentation of the materials (for example, to assess their own work using the activities assessment) and to choose 
the right path for their own development. ‘Self-assessment is built more as a coaching process regarding the 
examination content, being centred on giving real life preparing abilities to students so that they have the 
responsibility for their own training together with the teacher who could act as a facilitator’ (McDonald & Boud, 
2003).  
 By developing self-assessment strategies we can stimulate the formation of metacognitive strategies by 
which students can have self-regulating learning. By self-regulating learning we develop ways of students knowing 
their own learning, strong and weak points, depending on their assessment results. Metacognitive awareness enables 
control or self-regulation over thinking and learning processes and products (Hartman, 1998, Zimmerman, 2001). 
Metacognitive strategies comprise planning, monitoring and evaluation or ‘concentration, goal setting, self-testing 
selecting main ideas, anxiety management’ (Ning & Downing, 2010). Among the strategies that develop 
metacognition and the ones that underlie the development of self-assessment abilities, there is a connection because, 
by means of both, people resort to profound reflection in order to establish their own learning and training 
opportunities. In the present paper we aim to discover whether the metacognitive and self-assessment strategies are 
linked. In order to reach a high learning level, reflecting on the process and learning results, the students are highly 
motivated in performance learning. Motivation is the vector which stimulates the whole learning and permanent 
adjustment process within the educational system challenges. Our study thus aims to analyse whether there are 
connections between performance motivation, students’ cognitive abilities and the self-assessment accuracy level. 
We researched these connections in order to be able to study the factors causing the authenticity of assessment and 
self-assessment. Assessment profoundness and authenticity are influenced by the involvement in the self-assessment 
process, the motivation level and the student’s metacognitive abilities. We were also interested in whether all of 
these are influenced by the respondent’s age.  
 
2. Method  
 
Participants and procedure 
The participants in this study were 92 Science of Education students in their first academic year. The 
students completed the questionnaires for metacognition and level of motivation – Achievement Motivation Inventory 
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(Schuler, Thornton & Frintrup) – in May–June 2008. Students were briefed on the nature of the questionnaire and 
confidentiality was confirmed. The participants are from both urban and rural areas, 52% and 48% respectively. 
Some of these students already teach in primary or pre- schools while the others have no experience. The mean of 
teaching experience years is 6.92 and the median is 1 year. Most of the students (44.7%) do not have any experience 
in these fields. The students’ average age was 30, and the median 30.5. In this study we are interested in learning 
performance expressed as the mean mark after attending the first year. The performance mean is 8.30 and the 
median is 8.40.  
  
Instruments and variables 
In order to ascertain the level of metacognitive competence of the freshmen we applied a questionnaire 
describing it (Stanciu, 2010). The concept of metacognitive competence was operationalised by 8 indicators, namely 
the abilities to: take notes, elaborate and present an individual project, elaborate and present a group project, 
elaborate and present a scientific work, follow a syllabus, assess a syllabus, and manage information. 
The achievement motivation was assessed by the Achievement Motivation Inventory of Schuler, Thornton 
III & Frintrup. The inventory consists in 170 items, displayed by 17 dimensions: persistence, dominance, 
engagement, confidence in success, flexibility, flow, fearlessness, tnternality, compensatory effort, pride in 
productivity, eagerness to learn, preference for difficult tasks, independence, self-control, status orientation, 
competitiveness, and goal setting. Each item is assessed on a scale from 1 – ‘completely disagree’ – to 7 – 
‘completely agree’”.  
The variables involved in the research were: students’ performances, measured by the average results in the 
1st semester, metacognitive abilities and motivation level. One of the variables was the accuracy of the self-
assessment, that is the absolute value of the difference between the teacher’s and the self-assessed mark, (the latter 
being the mark the students entered on the examination paper at the end of the examination. The student’s age was 
also used as an independent variable to compare the scores obtained by the subjects at different subscales.  
 
2. Results  
The results prove the existence of some significant positive correlations between performance and the 
metacognitive abilities (r = 0,30, p  0.05) performance and self-assessment accuracy (r = 0,57, p  0.01) and 
performance and certain motivation components: perseverance (r = 0,31, p  0.05), engagement (r = 0,26, p  0.01), 
braveness (r = 0,34, p  0.01), internality (r = 0,39, p  0.01), learning desire (r = 0,42, p  0.01), independence (r = 
0,21, p  0.05), self-control and self-discipline (r = 0,39, p  0.01) and goal setting (r = 0,21, p  0.05). Thus, the 
students with good grades have better metacognitive abilities (the abilities to take systematic notes, elaborate and 
present an individual and a group project, plan, follow and assess a syllabus, and structure material). The better 
student’s performance, the more accurate the self-assessment, thus diminishing the difference between the student’s 
self-assessment and the teacher’s grades. This correlation can be explained by means of the students’ great 
performances, the fact that they studied more, clearly presented the assessed knowledge, as well as by the level they 
are at. The positive significant correlations between performance and certain motivation components prove that the 
students with better performances are more tenacious, engaged (ambitious, desiring performance), braver, more 
trusting of themselves, more controlled and disciplined, and future oriented. They set goals for themselves and rise 
above their own exigencies.  
In order to verify the extent to which the students metacognitive abilities, their self-assessment accuracy 
and certain motivation components differ depending on age, we applied the t test for independent plots, dividing the 
subjects into two groups depending on age, using the median test (Med=30.5). Based on the statistical results 
analysis (Table 1) it was noted that there are significant differences depending on age, with regard to metacognitive 
abilities [t (89) = -2.84, p  0.05]. Thus, the students who are over 30, 5 have significantly better scores at the 
metacognitive ability variable (M=25.53) as compared to the students that are less then 30.5 years old (M=23.15).  
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Table 1 Independent sample t test results of metacognitive abilities scores according to age  
 
 
 
 
 
 
  
 According to the results (Table 2) there are significant differences depending on the age with respect to self-
assessment accuracy – the difference between the teacher’s grade and the self grading [t (89) = 2.46, p  0.05]. 
Thus, for the Group 2 students aged > 30.5, the difference between the teacher’s grade and the self grading is 
significantly lower (M=2.02) as compared to the Group 1 students, aged <30.5 (M=2.46). The self-assessment 
accuracy is significantly better for the 30.5 year old students. 
 
Table 2. Independent sample t test results of self-assessment accuracy scores according to age  
  
 
Variable Age N Mean SD t df p 
The difference between the teacher’s 
grade and self grading 
 30.5 46 2.46 .91 2.46 90 .01 
> 30.5 46 2.02 .77    
 
The statistical analysis proves that certain motivation components also differ depending on age. The results 
obtained (Table 3) show that there are significant differences depending on age regarding engagement [t (90) = -
2.25, p  0.05], internality [t (90) = -2.05, p  0.05], learning desire [t (90) = -2.18, p  0.05] and independence [t 
(89) = -2.07, p  0.05], the averages of the persons who are over 30.5 being significantly greater as compared to the 
means of the persons aged 30.5.  
 
Table 3. Independent sample t test results of engagement, internality, learning desire and independence according to age 
 
Variable Age N Mean SD t df p 
Engagement 
 30.5 46 43.54 5.54 -2.25 90 .02 
> 30.5 46 46.22 5.82    
Internality 
 30.5 46 44.86 6.91 -2.05 90 .04 
> 30.5 46 47.58 5.68    
Learning desire 
 30.5 46 47.10 4.99 -2.18 90 .03 
> 30.5 46 49.30 4.64    
Independence 
 30.5 46 44.32 4.83 -2.07 90 .04 
> 30.5 46 46.,39 4.71    
 
3. Discussion 
From the resulting data we can see that there are significant positive correlations between certain 
motivation dimensions, the students’ cognitive abilities and the self-assessment accuracy level. The results proved 
that self-assessment accuracy has a strong connection with the level of academic performance, but also with many 
motivation and metacognition indexes. The authors (Zimmerman, 2001; Ning & Downing, 2010) obtain a 
significance correlation between self-regulation and motivation which explains academic achievement. Some 
authors’ have found that students with positive attitudes and high motivation are more likely to demonstrate self-
Variable Age N Mean SD t df p 
Metacognitive 
abilities 
 30.5 46 23.15 3.69 -2.84 89 ,00 
> 30.5 45 25.53 4.26    
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regulatory and metacognitive strategies (Green, Nelson, Martin & Marsh, 2006, Baterls & Magun-Jackson, 2009; 
Ning & Downing, 2010).  
Self-assessment is viewed as a bonus of formative assessment and a central process in the metacognitive 
management of ones own learning (Paris & Paris, 2001; MacLellan, 2004, Cooper & Cowie, 2010). Thus, for the 
assessment to be authentic it is better for the students to get used to different situations (in pedagogical training or 
practical activities) to reflect upon their own abilities, on their own answers and to be stimulated to grade themselves 
for the activities in which they are involved(Cooper & Cowie, 2010). 
In addition, the academic teachers could better encourage reflective activities and self-assessment by 
discussing with the students the self-assessed grades and the assessments they carry out on the students papers. In 
these assessment analyses, the students’ results, the criteria by which they were assessed and the differences 
between the self-assessment and teacher’s grades could be discussed. Regarding the dimensions accuracy of 
assessment, level of metacognitive strategy and level of motivation, these were found to be significantly higher for 
those aged more than 30.5 years. The results can be explained by the fact that the more experienced we become the 
higher the number of reflections influencing metacognitive quality. The increased number of ongoing training 
assessments gives rise to an increase in self-assessment accuracy for the experienced students.  
We are of the opinion that the students’ formal or informal curricula should include courses on 
metacognitive ability development and efficient learning. These could help in developing ‘reflexive teacher’ 
qualities (D. Schon) and learner autonomy (Cooper & Cowie, 2010) through new forms of evaluation in 
implementing assessment for learning (Black & William, 2009; Remesal, 2010, Taras, 2010).  
We also consider that the academic teacher should have assessment process didactic training. It would be 
appropriate to introduce courses on academic didactics, in which complex assessment methods and the importance 
of assessing, as well as, the psychological consequences of grading, could be discussed.  
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